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1. Introduction 
Embedded in Bandura’s (1977) social learning theory and Bronfenbrenner’s (1979) ecological systems 
theory, mentoring embraces the concept of the nurturing adult who serves as a role model to elicit 
positive change, especially in the areas of self-efficacy and resilience. This is of particular significance for 
at-risk youth, such as those engaged in drug and alcohol use (Jekeilek et al., 2002; Tierney & Grossman, 
1995), gang membership and sexual behaviour (Jekeilek et al., 2002; Mecca, 2001), as well as those 
vulnerable to academic failure and early school leaving. 
1.1 School-based Mentoring Programmes 
Extensive research conducted on some well-established mentoring programmes, such as Big Brothers 
Big Sisters (Herrera, 2007) suggests a wide range of positive outcomes for mentees. These findings 
include, but are not limited to, improvements in: (1) academic performance (particularly in science and 
language), (2) quality of class work, (3) task completion, (4) classroom behaviour and (5) academic 
efficacy. Additionally, Curtis & Hansen-Schoebel (1999) identified the important attitudinal changes 
which can occur as a consequence of exposure to the mentoring process. King et al. (2002) indicated that 
mentoring contributes to an increase in self-esteem and positive relationships with school, peers, and 
family. A meaningful individualised relationship with a mentor who is an encouraging and supportive 
adult role model facilitates the growth in socio-emotional skills (Gur & Miller, 2004). 
This has been supported by Curtis & Hansen-Schoebel (1999) who found that mentoring enhanced 
mentees’ academic performance, outlook on learning, emotional awareness and relationships with 
teachers. Herrera (1999) ascribed the development of positive teacher-student relationships to the 
participation in school-based mentoring programmes.  
In a five year period (1996-2001), there has been a forty percent rise in mentoring programmes. 
Seventy percent of this increase can be attributed to the proliferation of school-based mentoring (Manza, 
2001 cf. Dappen & Isernhagen, 2005). Such school-based programmes claim a number of benefits which 
have contributed to a change in the culture of mentoring. The most prominent of these include their cost 
effectiveness, attractiveness to parents and mentors, and availability of localised supports (Dappen & 
Isernhagen, 2002). As identified by Herrera et al. (2000), the main distinguishing characteristics of 
school-based mentoring programmes are (1) meeting in school-based setting, (2) reduced mentor 
screening, (3) regular scheduled meeting times, (4) shorter-term commitment, (5) less stringent matching 
criteria, (6) brevity of mentee-mentor contact and (7) programme goals and objectives which dictate 
activities. However, Grossman & Garry (1997) caution that school-based mentoring programmes are 
prone to implementation issues which can impact programme outcomes. 
1.2 Implementing an effective school- based mentoring programme  
The best practice guidelines dictate that successful implementation of school-based mentoring 
programmes involve (1) eligibility criteria that correspond with programme goals, (2) mentor-recruitment 
protocols, (3) the provision of ongoing training and peer support, (4) defined mentee-mentor matching 
criteria and (5) regular, structured mentoring sessions (Dappen & Isernhagen, 2005).  DuBois et al. (2002) 
draws attention to additional components such as parental involvement and clarifying expectations on 
meeting frequency. Insufficient parental involvement has been extensively discussed as a drawback to 
traditional mentoring systems (DuBois et al., 2002). The provision of mentee goals and achievement 
feedback, occasional participation in programme activities and regular contact with mentors is the 
recommended standard for parental involvement in a school-based mentoring programme, as advocated 
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by Dappen & Isernhagen, (2005). Regarding tracking mentee changes, in addition to school records (e.g. 
grades, attendance, office referrals and student tardiness reports), information on improvements in 
students’ sense of self-efficacy, self-concept, attitude, and relationships with parents and peers should 
also be obtained (Royse, 1998). 
Herrera (2007) identifies a positive correlation between the strength of the mentee-mentor relationship 
and the overall quality of training experience, supervision and support available to the mentors. Rhodes 
(2002) postulates that role plays should be a cornerstone of peer support in order to assist mentors in 
practicing their newly acquired skills. Mentors’ expectations and understanding of their role and inherent 
processes is crucial and cannot be underestimated in terms of implementing and maintaining an efficient 
programme. When mentors are externally recruited, they face the additional challenge of traversing the 
distinct systems in which they will function. To address this issue, best practice guidelines specify that 
mentors be provided with “an overview of the programmes goals, their role and general information on 
skills relating to working with youth, specific information regarding school practices and procedures and 
names and/or titles of school personnel” (Dappen  & Isernhagen, 2005, p. 23). Furthermore, Slicker & 
Palmer (1993) add that school-based mentoring programmes require “buy-in” from the school, clear and 
effective recruitment criteria, well-defined programme goals and carefully managed outcome assessment.  
1.3 Rationale for the Study 
The Mentoring for Achievement Programme (MAP) is a modified version of the Behavioural 
Monitoring and Reinforcing Program - BMRP (Bry, 2001) adapted to an Irish context. It is a two-year, 
school-based, early intervention programme designed to support students identified by school personnel 
as being at risk of academic failure and early school leaving. BMRP has produced positive effects and has 
been identified as a Blueprints promising programme. This will be the first time the programme (in its 
modified form) has been implemented outside the USA. 
MAP is delivered by trained mentors in both an individual (weekly fifteen minute session) and small 
group (weekly one hour session with up to four students) support format. The combination of the two 
formats is a unique characteristic of the programme. Working with the assigned students each mentor 
provides peer and social skills development strategies, behaviourally-based incentives, achievement 
recognition processes and rule compliance structures.  Mentors meet class teachers weekly to obtain and 
share information on mentees’ progress (e.g. attendance, classroom behaviour and homework completion) 
and contact parents monthly to provide positive feedback on the mentee’s achievements.  
The programme spans across two academic years bridging the transition between primary and 
secondary school (6th class primary school and 1st year secondary school). In the current study, students 
were assigned their designated mentor in February/March of their final year in primary school (phase one) 
and will continue to work until they complete their first full year in secondary school (phase two). The 
present study centres on mentees, mentors and teachers’ experience of phase one of MAP. 
The implementation of MAP has been a joint venture between County Dublin Vocational Education 
Committee (VEC), participating schools and Archways. 
2. Method 
2.1 Design 
This study was primarily qualitative in nature. A thematic analysis method was used to identify key 
themes and subthemes that emerged from the focus groups with students (mentees) and the semi-
structured interviews with teachers and youth workers (mentors). This was used to ascertain their 
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experience of the programme to date. Quantitative elements were also utilised. The Strengths and 
Difficulties Questionnaires (SDQ) (Goodman, 1997) were collected from both parents and teachers of the 
students participating in the programme at two points in phase one of MAP. School attendance records for 
each participating child were obtained from the schools involved during phase one of the programme.   
2.2 Participants 
MAP participants were selected from five Irish primary schools (n = 37; 24 males and 13 females). 
One participant was excluded from this report due to missing data.  Consent was obtained from both 
parents and children who participated in the programme.  
Study participants comprised sixteen mentees (five focus groups), seven mentors and nine teachers. 
2.3 Recruitment 
MAP coordinators approached five Irish primary schools and enlisted help of their principals, class 
teachers, and home school liaison officers in selecting students to participate in the programme. The 
selection criteria were based on five predictors of poor academic performance (1) absenteeism, (2) 
consistent lateness, (3) school performance and motivation, (4) task completion, and (5) poor home-
school collaboration. Children who displayed chronic absenteeism and/or significant behavioural 
difficulties were excluded. The rationale of the programme (to assist children to develop school 
continuance skills) was explained to the school personnel.  
Mentor selection (six females and one male) was undertaken by the County Dublin VEC in 
collaboration with Archways. Mentors were selected based on their prior youth work training, their 
experience of operating within a school system and/or on a previously established school transfer 
programme.     
2.4 Measures 
Two sets of semi-structured questions; one for teachers and one for mentors were used for the purpose 
of the study, see Table 1. The interviews were carried out and audiotaped by a Research Psychologist in 
as free of bias and non-leading way as possible.  
The Strengths and Difficulties Questionnaires (SDQ) (Goodman, 1997) were administered to both 
teachers and parents at two time points, time one (pre-Easter) and time two (end of school year). The 
SDQ is a 25-item screening measure designed to assess children across a range of dimensions including 
(1) emotional difficulties, (2) conduct problems, (3) hyperactivity/inattention, (4) peer relationship 
problems and (5) pro-social behaviour. Thirty seven SDQs were obtained from teachers at time one and 
thirty three at time two and twenty eight SDQs were completed by parents at time one and twenty one at 
time two. Where possible, weekly student attendance records were obtained by mentors from schools.  
2.5 Procedure 
Five mentee focus groups (ranging from 9.07 to 25.39 minutes in duration); nine teacher interviews 
(ranging from 17.02 to 25.53 minutes); and six mentor interviews (ranging from 17.06 to 30.50 minutes) 
were conducted at the end of phase one of the programme, see Appendix A for list of questions. All were 
audiotaped and transcribed verbatim.  A thematic analysis was carried out in a stage-by-stage manner as 
recommended by Braun & Clarke (2006). Three researchers independently coded focus groups, teacher 
interviews, and mentor interviews. Each researcher was familiar with the other two sets of transcripts. 
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The coding scheme was discussed and unifying themes and subthemes between the three participant 
groups were drawn, see Table 1. Data from SDQs and attendance records were analysed using SPSS 
(Statistical Package for Social Sciences) version 18, see Appendix B.  
 
Table 1. Summary of Themes and Subthemes 
 
THEME SUBTHEME  
Goals and Purpose of MAP Understanding of MAP  
 Understanding of Selection Process Clarity of Selection Process 
  Mentee Profile 
   Mentor Profile 
  Need for Mentee-Mentor Matching 
 
Impact and Benefits of MAP Social Competence  
 Academic Achievement and Classroom Behaviour  
 Rewards System  
 Transition to Secondary School  
 One-to-One Work  
 Group Work  
 Relationship Building Mentee-Mentor Relationship Building 
  Mentor-School Relationship Building 
  Mentor-Parent Relationship Building 
 “Fit” of MAP with School and Mentors  
 Mentor Peer Support 
 
 





 Setting  
 Communication  
 Training  
 Generalising MAP into the Classroom  
 
 
3. Qualitative Analysis 
 
Exploration into the experiences of mentees, mentors and teachers revealed three core themes: Goals 
and Purpose of MAP, Impact and Benefit of MAP and Teacher, Mentor and Mentee Programme 
Recommendations. These will be examined in detail below. 
 
3.1 Goals and Purpose of MAP 
3.1.1 Understanding of MAP 
MAP, as a pilot programme, involved negotiating diverse experiential, cultural and organisational 
contexts. Stakeholders’ understanding and expectations of the programme evolved during phase one. 
Through their training and experience, mentors (youth workers) were attuned to the concept and spirit of 
the programme. In contrast, the majority of teachers and mentees were initially uncertain regarding the 
overall aims of MAP. The mentees defined MAP in mainly concrete terms which reflected their 
individual targets: “It’s about coming in on time, bringing in a pen.” The broader purpose of the 
programme did not surface in the focus groups.  
The non-prescriptive nature of MAP allowed for creativity and also produced a degree of flexibility to 
which some mentors and teachers were unaccustomed: “I was expecting as well that you would be 
handed a programme rather than a guideline”. Some teachers reported frustration and initial skepticism 
regarding the specifics of how the programme would be implemented to achieve the stated aims: “…we 
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were told very little at the start about what it was about, what the point of it was, we were just told, 
mentoring for achievement, it’s this great programme, it’s targeting this, and this, and we were like how”. 
Some of these concerns were addressed through the course of the programme: “It was very like ‘I’m 
confused about what I’m supposed to be doing’ and then they came out with these sheets and it made so 
much sense, I just wish we had that earlier.”  
The programme focus was another topic which received repeated attention in the interviews. The 
majority of mentors had expected a more academic focus: “I was just kind of expecting that it would be 
all to do with their grades.” Together with the teachers they reached a shared understanding to target the 
mentee’s socio-emotional skills i.e. confidence, self-esteem, emotional well-being and peer interactions. 
Mentors and teachers identified frequent communication as a key factor in enhancing their 
understanding of and involvement in the programme, as exemplified by one teacher:  
  
Interviewer:  Are you generally aware of what goals [students] have with their mentor? 
Teacher:  Yeah, their mentor goes through it every week with me. 
 
Regarding the outcome, the training had communicated that effects may not be evident for two years 
and as a result many mentors adopted an open minded approach: “I didn’t really have any expectations 
because in the training we were told it’s a slow process.” Although they reported limited understanding at 
the start, by the time of the interviews, the majority of teachers and mentors conceded that their 
understanding had increased over the course of the programme. 
3.1.2 Understanding of selection process 
The selection process was an integral and complex part of MAP involving collaboration between MAP 
coordinators, the Youth Services coordinator, school principals, class teachers and home school liaison 
officers. Key considerations that emerged from the interviews centred on clarity of selection process, 
mentee profile, mentor profile and the need for matching. 
 
3.1.2.1 Clarity of selection process  
As mentors and mentees were not involved in the selection process, this sub-theme focused only on 
the teacher perspective.  
Some teachers were initially unclear about the selection process and invited further communication 
regarding the criteria. Although targeting children with poor attendance, one of the tenets of MAP is to 
exclude students who display chronic absenteeism. This distinction was ambiguous for some teachers 
who expressed the need for more rigorous criteria: “I don’t know if I would recommend somebody with 
bad attendance again, because I wouldn’t want to waste a place”. Consistent with MAP criteria, many 
teachers cited risk factors i.e. poor school performance and motivation and poor home-school 
collaboration, as indicators for prospective MAP candidates. 
There were several similarities in the teacher responses regarding the level of input which they felt 
they had in the selection process. It was clear from the interviews that as class teachers they expected 
further consultation in the final selection: “I felt the greatest stock should have been put in the class 
teacher’s opinion”. These feelings were further aggravated by the delayed start of the programme and 
what teachers perceived as the “rushed” nature of the selection process.  
As with the understanding of the programme (section 3.1), further experience facilitated an increased 
appreciation of the selection criteria. 
 
  
1018  Kelly, A. et al. / Procedia - Social and Behavioral Sciences 29 (2011) 1012 – 1031
3.1.2.2 Mentee profile 
Teachers and mentors identified a similar profile of student for whom MAP would be beneficial. These 
were students with varied difficulties ranging from behavioural problems, poor attendance, poor time 
keeping, poor social skills, low confidence, low self-esteem and those who were at risk of early school 
leaving. Additionally, they included children who came from “overcrowded homes” and low-support 
families, often characterised by insufficient attention and the absence of a positive adult role model: “You 
know, they don’t have anyone to sit down with at home...” 
 
3.1.2.3 Mentor profile 
There was a general consensus on the particular attributes of a mentor that contributed towards a 
positive mentee-mentor relationship. Qualities listed by mentors as crucial to successfully fulfilling their 
role were empathy, patience, compassion, a positive attitude, flexibility, good communication and 
listening skills, tolerance and understanding. Mentees valued mentors who were nice, had a sense of 
humour and shared similar interests.   
 
3.1.2.4 The need for mentee-mentor matching 
Compared with mentors and mentees, teachers were more likely to highlight the importance of 
mentee-mentor matching. As teachers had more insight into the characteristics of the mentees, they felt 
better placed to identify successful matches. With regards to gender in particular, teachers noted the need 
for more male mentors to act as male role models: “…I think that is so positive (...) because we don’t 
have many male teachers here, so they don’t have many positive male role models…” In the present 
study, the ratio of male to females was 2:1 for mentees as compared with 1:6 for mentors, reflecting the 
unequal gender representation that can often be found in caring professions such as youth work and 
teaching.  
What was captured from the mentee focus groups was the importance of shared interests (i.e. football) 
and a mutual connection with their mentor. One mentee identified dissimilarity as being a major obstacle 
to forging alliance. This was elaborated on by his teacher who stated “he finds mentor a bit scatty (...) I 
don’t really think their personalities were right for each other... not a good combination”.  
3.2 Impact and Benefit of MAP 
3.2.1 Social competence 
It was apparent from the interviews that MAP promoted social skills development. Both teachers and 
mentors acknowledged the positive changes mentees demonstrated i.e. an increase in confidence, 
openness, willingness to participate, tolerance, patience, listening skills and altruism.  
As one mentor stated, mentees “started to praise and encourage each other”. For some mentees, 
forming new friendships was a positive outcome of MAP and this contributed to making the programme 
“fun”: “It’s like clubs where you come with your friends to play games.” The small size of the group 
provided a safe social outlet for mentees, who described it as a “cool group”, “deadly” and “the best club 
going!”  Some noted that the social aspect of MAP provided motivation for the mentees to attend the 
group which consequently impacted on their school attendance and performance.  
Interviews with teachers and mentors revealed four areas of observable change: behaviour, verbal, 
emotional and body language. One mentor witnessed how the “[mentee] spoke up, she raised her eyes, 
she started speaking (…) she opened up, her expressions were better, her eye contact was better”.   
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3.2.2 Academic achievement and classroom behaviour 
Mentees identified improvements in both academic achievement and classroom behaviour. They listed 
the following areas of improvement: spelling, reading, doing homework, turn-taking and managing 
emotions. One mentee stated how MAP “give[s] me good like, potential to do good in school”.  
Positive feedback received from teachers and mentors for both attempting and completing tasks in 
school, appeared to increase motivation and confidence for many mentees, “We got homework last night 
but I didn’t want to be doing it but I done it last night.” These changes in mentees were also reflected in 
the teacher interviews “his behaviour has improved no end now since they started… he’s been much, 
much better, he’s much calmer, he’s more settled. Even his mother said it, he’s a lot more positive 
towards school… he wants to get things finished”.  
3.2.3 Rewards system 
The programme incentives were effective in motivating the mentees to work towards their short-term 
(treats, games) and long-term (trips) goals. The clear and attainable nature of the points system was 
essential to initiating and maintaining their interest and cooperation. Focus groups revealed an 
enthusiastic response amongst mentees when discussing the rewards.  
 
I used to never do my homework or anything and I just used to always give out cheek and [the 
mentor] just told me to do my homework and all so then I’d get points for to go on the trip and 
all that and then I started doing my homework.  
 
Positive impact also stemmed from other types of extrinsic rewards such as praise and 
mentor/teacher/peer feedback. Some mentees were enthused by the competition generated between group 
members, which served as an additional drive in reaching their goals.  
3.2.4 Transition to secondary school 
One of the primary goals of MAP is to help the mentees in the transition from primary to secondary 
school. Teachers identified the significance of MAP bridging this critical period in their education: “…I 
think it’s very good that you target them in sixth class before they go into secondary school, I think that’s 
very important.” It was unclear from the focus groups if the mentees understood this long-term goal. 
When questioned about their understanding of MAP their replies centred mainly on the immediate 
consequences of behaviour i.e. the positive reinforcement aspect (good behaviour = points = reward e.g. 
treats, trip). However, when discussing MAP in secondary school, mentees aired some practical concerns 
e.g. how mentors would find them. Similarly, mentors had mixed feelings about how MAP would 
translate into secondary school. These ranged from positive anticipation (e.g. expanding on previous 
year’s accomplishments) to apprehension and anxiety (e.g. timetabling and relationship building with the 
new school). 
When prompted in the focus groups, the importance of continuing with MAP was indicated by 
mentees who recognised the role mentors would play in easing their transition into secondary school.  
One of the teachers noted how the mentees became more active and involved in the discussions and 
planning regarding the move to secondary school: “… they can see it now they have a way forward… 
[mentee] hadn’t even registered for secondary school until this kinda thing [MAP] kicked off and then he 
was like ‘oh yeah, I must go do that, I must go register.’” 
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MAP alleviated many teachers’ concerns about their students’ prospects in secondary school. Both 
teachers and mentors were hopeful that the changes which they had observed in the area of social 
interaction and emotional regulation would be lasting. They recognised the value of the additional support 
for the mentees in a new environment, the familiar, consistent and regular contact with positive role 
models and the peer group interactions.  
3.2.5 One-to-one work 
Despite initial apprehension about working on an individual basis with mentees, mentors recognised 
the necessity of this programme element for relationship building. The value of the one-to-one contact in 
MAP was echoed by teachers and mentees, particularly with regard to mentees having their voices heard, 
“I think it’s the one to one… they are just going over, they are being listened to...” (teacher). The 
individual work also aided the development of a personal connection with a positive adult “Being able to 
spend that one to one time, build a completely different relationship” (mentor). Several teachers 
highlighted the absence of positive adult role models and individual attention prior to mentees’ 
participation in MAP. An additional function of the one-to-one interactions was that they served as an 
intermediary between mentees and their teachers. Mentors shared with teachers what the mentees’ 
strengths were or what might help them in class.  
3.2.6 Group work 
There was a general consensus between mentees, teachers, and mentors that the group work involved 
in MAP encouraged social interactions between the children. One of the teachers summed it up:  “The 
fact that they are in a group setting; it is obviously developing their social skills as well.” The group work 
also served as a motivator for the children to attend the sessions. One mentee pointed out, “[In MAP you 
get to] see all your friends on Friday, do stuff.” Since social competency was identified by teachers as a 
struggle for many of the children, the group work element in MAP was able to target these skills both 
directly and indirectly to facilitate change. The vast majority of mentors found the group work to be a 
positive experience, noting that “Everything that [they] were doing with [the mentees] one-to-one ...was 
being reinforced by their peers”, and that the mentees “gelled together” and “learnt from each other and 
could influence each other in a positive way”. 
One mentor was concerned about the potential stigma attached to being a member of the MAP group 
“I was very conscious of young people being stigmatized, being brought into a group…” However this 
was addressed by a teacher who highlighted that “they don’t feel that they are different to anybody else”. 
She credited this as a huge success for the programme and acknowledged that this can be difficult to 
achieve. Similar to the mentees, the teachers deliberately called it a club to make it sound “as normal as 
possible”.  
3.2.7 Relationship building 
3.2.7.1 Mentee-mentor relationship building 
What surfaced from the focus groups was the importance of the mentor attributes. Mentees described 
their mentors as being “so cool”, “the best”, “animal”, “funny”, “sound”, “a nice person”, “a kind 
person”, someone who “never shouts at you unlike the teacher”.  Several mentees pinned their enjoyment 
of MAP entirely on the relationship with their mentor.  The positive mentee-mentor relationship was clear 
to the teachers “…when [mentor] comes in on Tuesday to take them out individually they expect him, 
they jump up when they see him… they look forward to them…”  
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The mentors had both direct and indirect positive effects on mentees through modelling (“always 
happy (...) she doesn’t come in angry”) and facilitating emotional regulation (when agitated “calms us 
down” and when sad “cheers them up”). These changes were also visible to teachers, “he’s much calmer, 
he’s much more settled”, “they’re more reasonable and accepting”. 
The mentors identified the development of the relationship and the increase in trust between 
themselves and the young person. [Mentees] “were more kind of at ease with themselves and with me”.  
 
3.2.7.2 Mentor-school relationship building 
MAP, for the most part, generated enthusiasm amongst the stakeholders. The vast majority of mentors 
noted how the teachers and principals were positive, approachable and invested in the mentees, “I’ve 
found the principal there (…) was great (…) telling you about your kids or what was going on, so keeping 
an open dialogue…” Likewise, teachers thought “[mentors] were brilliant, they were always on time”. 
Some teachers valued the input that mentors could provide regarding the mentee’s progress “they do, 
make us very much aware of what they’re doing and what they have done that week and what they intend 
to do the following week”. One teacher, however, did not have as positive a contact with her class mentor 
alluding to the importance of mentor-teacher fit. 
The strength-based focus in MAP, promoted by the mentor contributed to a more positive teacher 
attitude towards the mentee; as one teacher illustrated “it’s giving me more excuses to be positive towards 
him and to give him more praise”. 
The obstacle most noted by mentors was negotiating suitable contact times in light of teacher’s busy 
schedules. This was in line with some teachers’ experiences: “The only thing is when they come to the 
door and you have to go out it mightn’t always be the best time”. 
Some mentors stressed the value of having a direct contact person at the school e.g. the school home 
liaison who would inform the mentor if the teacher or mentees were away or unavailable.  
 
3.2.7.3 Mentor-parent relationship building 
When discussing their interactions with parents, several mentors expressed initial apprehension. This 
was a novel experience for many, however most reported positive encounters: “Working with parents is 
nerve wracking because we would never link in with the parent. But it’s been brilliant”. Several teachers 
noted the key role parents play in maximising MAP’s impact. When parents were not supportive of the 
programme, it impeded some mentees’ progress. The key positive changes in parents noted by teachers 
included increased responsibility, enhanced awareness of their child’s progress and improved 
communication with the school. The teachers credited the mentors’ contribution to this: “school can be a 
negative experience for [parents]... I think some parents they maybe still do, kind of fear you a little bit… 
[MAP is] good for that communication between the three: the teacher, the child and the home”.  
3.2.8 “Fit” of MAP with schools and mentors 
The majority of teachers found that MAP did not cause disruption to their class and schedule. 
However, one teacher aired her frustration: “it does be a pain sometimes because you know they miss 
something”. This negative experience was in the minority when compared with the vast number of 
teachers for whom the benefits outweighed the inconvenience: “I do think that it’s worth it for the 
children we have chosen”.  
Most mentors and teachers made allowances for the fact that MAP was a pilot programme and teething 
problems were inevitable: “Because it was just the pilot, it did get messy with the schools (…) I wouldn’t 
really change anything about the programme itself, just the timetable and fitting it with the youth 
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workers’ timetable as well.” This view was supported by other mentors who in addition to time 
constraints alluded to other problematic areas e.g. scheduling and organisational barriers. 
3.2.9 Mentor peer support 
Most mentors emphasised the learning they gained from the bi-monthly peer-support meetings. They 
valued them as opportunities to address queries and “thrash out different situations and scenarios and 
even just to practice with role playing”. The majority of mentors credited the meetings for being helpful 
in achieving a high level of adherence to the programme’s aims and objectives. For most, the non-
judgmental atmosphere created a supportive learning environment.  
Mentors identified the following shortcomings to the peer support meetings: (1) time constraints: 
meetings did not permit everyone the opportunity to contribute, (2) the limited flexibility regarding 
agenda items, (3) mode of delivery i.e. Skype, (4) peer support being compromised by ongoing training 
and administrative issues (organisational tensions and constraints).   
3.3 Teacher, Mentor and Mentee Programme Recommendations 
3.3.1 Time  
A common subtheme which emerged from interviews and focus groups was time restriction.  The main 
difficulties noted by mentors were shortage of time for planning and note taking between one-to-one 
sessions and insufficient one-to-one time. The latter was also raised by many teachers who felt mentees 
would benefit from additional mentor input: “fifteen minutes it’s not a very long time (...) because if 
something is working, I wouldn’t mind if they did it in half an hour slots”. Some mentees also expressed 
a preference for extended interaction with their mentor. 
Scheduling was another area extensively discussed in the interviews.  The key points outlined included 
fitting MAP into teacher, mentor and mentee schedules, needing to be flexible around arranged meetings 
and negotiating meetings outside class-time (Friday afternoons, break and lunch time, sports day, school 
trips and confirmation time). Friday afternoon and after school sessions were unpopular with some 
mentees; these times also posed a challenge for teachers and mentors to find and motivate them to attend.  
Several teachers and mentors suggested September as a start date, purporting that the additional time 
would impact positively on relationship building and MAP goal attainment. When asked what he would 
say to September’s intake of MAP mentees, one mentee enthused: “You are lucky that you’re on in sixth 
class to get to MAP, you jammy yoke! But we started half way through the year so youse are jammier”.  
3.3.2 Setting  
Some mentors voiced a preference for meeting the mentees outside of the school suggesting a more 
neutral setting. A number of mentors and teachers advised that the mentee-mentor and teacher-mentor 
meetings take place in an allocated setting accommodating for privacy and comfort: “it’s outside the door 
and (...) sometimes you’re not sure if the kids can hear (...) more of a private setting”. Moreover, the 
changeable nature of the setting often infringed on the short time allocated to the one-to-one sessions. To 
maximise the time, some mentors reported being resourceful and utilising the conversations to and from 
class to address mentee goals.  
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3.3.3 Communication 
The feedback from teachers and mentors regarding communication was predominantly positive. 
Suggestions comprised (1) more frequent formal communication i.e. a fixed weekly meeting between 
teachers and mentor, (2) less frequent informal communication i.e. condensing the number of emails and 
telephone conversations and (3) clearer and more direct communication leading to increased efficiency. 
One of the hallmarks of the delivery of MAP is the simplicity and brevity of its intervention. This was 
appreciated by teachers and mentors alike: “I think the fact that the form is there, it only takes a couple of 
minutes of my time, so I am perfectly happy with that.” However, one mentor encouraged mentor-teacher 
interactions to go beyond the scope of the weekly report system when necessary: “just to make sure that 
even if the questions that you want answered aren’t on the form to make sure that you’re getting those 
answers”. 
3.3.4 Training 
The vast majority of mentors reported a positive experience regarding the MAP training they received. 
What transpired from the interviews for a number of mentors was the need for ongoing training, 
particularly around practical issues. Mentors identified that an effective way of achieving this may be 
through role plays which would assist them in the one-to-one sessions. Mentors also identified a gap in 
training around working with emotions: “…it was much more dealing with emotions, there wasn’t much 
direction into how to deal with that”. 
3.3.5. Generalising MAP into the classroom 
The gains and positive messages communicated through MAP were recognised by many teachers. One 
teacher identified the opportunity to extend the programme message to all class members: “if there was 
some kind of lesson that the teacher could do in conjunction with [MAP] (...) we could incorporate what 
they’re doing into a lesson with the whole class as well…” This was expanded on by another teacher who 
suggested increasing the provision of MAP to all students: “I think it would be great to roll it out for 
nearly every child in sixth class”.  
 
4. Quantitative Analysis  
4.1 Strength and Difficulties Questionnaire (SDQ)  
SDQs scores were obtained from parents and teachers at time one (pre-Easter) and time two (end of 
school year) of the programme.  Paired-sample t-tests were conducted to evaluate the change in students’ 
total difficulties SDQ scores and across the range of dimensions (subscales) including (1) emotional 
difficulties, (2) conduct problems, (3) hyperactivity/inattention, (4) peer relationship problems and (5) 
pro-social behaviour, see Appendix B for detailed statistical output.  
There was no statistically significant difference in teacher total difficulties SDQ scores from time one 
(M= 12.76, SD = 6.20) to time two (M= 12.45. SD = 7.08), t(32) = .39, p >.05. There was a slight mean 
decrease of .31 with a 95% confidence interval ranging from -1.28 to 1.89. There was also no statistically 
significant difference in parent total difficulties SDQ scores from time one (M= 11.85, SD = 6.98) to time 
two (M= 12.35. SD = 7.56), t (19) = -.42, p >.05. There was a slight mean increase of .5 with a 95% 
confidence interval ranging from -3.01 to 2.01. 
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Paired-samples t-test conducted for teacher SDQ subscales indicated a decrease in mean score for 
emotional difficulties, conduct problems and peer relationship problems and an increase in mean score for 
hyperactivity/inattention and pro-social behaviour. Paired-samples t-test conducted for parent SDQ 
subscales indicated a decrease in mean score for emotional difficulties and conduct problems and an 
increase in mean score for hyperactivity/inattention, peer relationship problems and pro-social behaviour, 
see Table 2. 
 
Table 2. Teacher and Parent Mean Score Differences for SDQ subscales 
 
SDQ subscales Teacher Mean Score  Difference 
(time 1-time 2) 
Parent Mean Score  Difference 
(time 1-time 2) 
Emotional difficulties .21 (decrease) .5 (decrease) 
Conduct problems .18 (decrease) .15 (decrease) 
Hyperactivity/inattention .34 (increase) .3 (increase) 
Peer relationship problems .28 (decrease) .45 (increase) 
Pro-social behaviour .33 (increase) .1 (increase) 
 
4.2 School Attendance Records 
All MAP participants were grouped according to data available on their school attendance. Group 1 
comprised twelve mentees whose school attendance records were available for eight weeks; group 2 
comprised six mentees whose school attendance records were available for six weeks and group 3 
comprised ten mentees whose school attendance records were available for five weeks. Mentees whose 
school attendance records were available for less than five weeks (due to missing data) have been 
excluded from the descriptive analysis. Fig 1 represents the three groups. A slight decrease in attendance 
can be observed but no consistent trend can be discerned at this time. 
 





















Group 1 (n = 12)
Group 2 (n = 6)
Group 3 (n=10)
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5. Discussion and Further Implications 
 
The results from the study provide valuable insights into participant experiences of the pilot delivery 
of MAP. Thematic analysis revealed not only the positive impact of MAP but also informed clinical 
practice and the future direction of the programme. 
Although the changes have not yet translated quantitatively (in the SDQ scores and school attendance 
records), it appears that the programme produced certain benefits in socio-emotional, academic and 
behavioural areas.  This is in line with findings from previous studies on other established school 
mentoring programmes (Curtis & Hansen-Schoebel, 1999; Herrera, 1999). Socio-emotional changes 
comprised, but were not limited to, an increase in self-confidence, self-esteem, emotional well-being, 
tolerance, patience, listening skills, altruism and positive peer interactions.  Academically, some teachers 
and mentees reported progress in the areas of spelling, reading and doing homework. Classroom 
behaviour improved with mentees demonstrating skills in turn-taking and emotional regulation. Such 
findings are not novel and have been discussed by Herrera (2004), Karcher (2005) and Rhodes (2002). 
The simplistic yet effective quality of the reward system, recognised by teachers, mentors and mentees 
alike as crucial in initiating and sustaining mentee motivation, was key in facilitating these changes. 
The wide range of participant skills targeted by MAP has helped minimise any stigma associated with 
programme involvement. This achievement can be credited to teachers and mentors who helped create the 
positive feel about the MAP “club”. This was particularly surprising given the short time for which the 
programme has been active. 
Secondary benefits comprised the improved relationship between school and parents, mentors and 
parents and mentors and teachers.  It would appear that MAP also influenced teacher practice. This effect 
is evident in some teachers’ accounts where a more positive attitude towards mentees and an increased 
consideration of mentee difficulties was reported. Furthermore, teachers noted the importance of 
commencing MAP in sixth class as a further support to students during the transition to secondary school. 
Several teachers also felt that the programme was so worthwhile that they expressed an interest in 
generalising MAP by incorporating its messages into their lesson plans and/or extending MAP to other 
students. 
As previously identified (DuBois et al., 2002), parental involvement in mentoring programmes is often 
absent or limited. One of the most salient messages to emerge from this study was the importance of 
parental participation in MAP. Evidence from this study indicates that even brief contact with parents (via 
monthly communication with mentors and SDQ completion) produced some positive effects. Engaged 
parents supported mentees in their programme goals and fostered better relationships with schools.  
Teachers also reported that where positive mentor-parent relations were cultivated, mentors served as a 
liaison between home and school. This would suggest that in furthering the development of MAP, greater 
cognisance of the parental role as a scaffold for the participating children should be explored, and the 
impact monitored and assessed in any future evaluations undertaken. 
Various authors have noted the significance of peer support and training as key to a successful 
mentoring programme (Dappen & Isernhagen, 2005; DuBois et al., 2002; Herrera, 1999; Rhodes, 2002). 
There was a general consensus from the mentors that these were valuable elements of MAP. Suggestions 
made by mentors have informed current practice and steps have already been taken to accommodate 
them. In line with best practice guidelines (Dappen & Isernhagen, 2005; DuBois et al., 2002), the 
following modifications to training have been made: (1) the inclusion of role plays and modelling 
techniques, (2) the provision of ongoing training separate to peer support and (3) the expansion of Critical 
Incidence Techniques (CIT) to address emotional content. These will be reflected in phase two. 
Consistent with other established programmes, a formal manual is currently being developed to 
accompany the training and support clinical practice. The feedback on the mode of delivery of peer 
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support via Skype, which generated mixed feelings, has also been taken into consideration. Skype is an 
interim delivery medium and it is planned that onsite coordinators will undertake this in the future.  
Due to the interface of the three distinct organisations (County Dublin VEC, participating schools and 
Archways) involved in the implementation of MAP, considerable negotiations were necessary to reach an 
amenable hybrid philosophy. During such conversations, a certain level of organisational tension is 
experienced before effective resolution is reached, as reported by Reynold & Trinder (2000).  Some 
mentors felt that the increased organisational support would enhance their experience and delivery of 
MAP, with subsequent benefits for mentees. Recommendations to improve time, setting and scheduling 
also emerged from the thematic analysis. Particular emphasis was placed on extending the mentee-mentor 
contact time. This is not novel and other mentoring programmes have received similar feedback. In the 
context of improving mentee-mentor relationships, Herrera (2000) concluded that while the time together 
is important to establish a positive relationship, the “hours spent meeting was not as strong a predictor of 
relationship development as were the types of activities youth and mentors engage in together” (p. 31). 
Despite the brevity of the one-to-one sessions, they appear to have produced benefits (via exposure to 
positive adult role models, positive feedback, encouragement and access to a safe environment in which 
they can practice new skills) for mentees. Whilst suggestions of this kind are encouraging and prompted 
further revision, capacity to bring about fundamental changes in these areas may be limited due to 
organisational and practical constraints.  
Some teachers flagged the mentee selection process as an area that required more transparency and 
sought a more active role in this process. School personnel are currently invited as a matter of course to 
meet with MAP coordinators and obtain a complete overview of the programme. This provides an 
opportunity to clarify their programme expectations, including mentee eligibility criteria. 
There was no mentee-mentor matching in the MAP pilot, however this was a topic that surfaced on 
numerous occasions in the interviews and focus groups. Some teachers and mentees placed an emphasis 
on gender matching, observing the particular benefit for male mentees who lacked a male role model in 
other domains. As identified by Herrera (2000), matching in school-based programmes is generally less 
stringent and less common when compared with community-based mentoring programmes. In addition, 
there is some evidence to suggest that well conducted cross-gender matching can be equally successful 
(Dappen & Isernhagen, 2003 cf. Dappen & Isernhagen, 2005). In this study, the recruitment of youth 
workers as mentors was based on the training and skill sets which were felt could contribute to the role of 
mentor and create a solid foundation on which to build a positive relationship.  
It is noteworthy that although the analysis of teacher and parent SDQ scores did not indicate any 
statistical significance, certain tendencies can be observed. A minor decrease in emotional difficulties and 
conduct problems and a slight increase in pro-social behaviours can be identified. These reflect the 
anticipated direction of change. There was a slight increase in the hyperactivity/inattention subscale for 
both parent and teacher SDQ responses. One likely explanation is that the collection of time two data 
coincided with the end of the school year. Interestingly, there were non-concordant responses from 
parents (increase) and teachers (decrease) on the peer relationship problems dimension. The factors 
contributing to this discrepancy can only be speculated.  It is possible that such behaviours might be more 
observable and promoted in a structured school environment and these might take longer to generalise 
into other settings e.g. home. The analysis of school attendance records did not demonstrate any distinct 
trend.  
There were several limitations to this research study: (1) no baseline school attendance data was 
obtained; (2) no baseline SDQs were collected from parents and teachers; (3) no mentee SDQs were 
obtained - this would have provided an additional perspective; (4) weekly school reports were 
inconsistently collected by mentors i.e. some missing data; (5) small sample size; (6) an unequal interval 
between time one and time two for the SDQ collection; (7) an unequal dosage of MAP i.e. the programme 
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had different start dates across the participating schools and (8) timing of data collection. The above 
informed practice and careful consideration needs to be taken regarding the type, timing and 
administration of measures in future studies. 
Findings may contain bias if participants feel motivated to convey a positive account of the mentoring 
programme to the researchers. Furthermore, mentee focus group discussions were not always spontaneous 
and occasionally required further prompting to elicit responses. These may have consequently impacted 
the research and should be taken into consideration in future studies. 
Evaluations of school-based mentoring programmes have been limited in their conclusions. This is 
hardly surprising; funding well-run research often exceeds a mentoring programme's limited budget. 
MAP constitutes a form of hybrid process. Whilst school-based, the programme utilised mentors who 
were trained community-based youth workers. The unique nature of MAP necessitated an exploration of 
how this was received in the Irish context. The roll out of this pilot programme, which involved an 
interface between two distinct professional bodies - the youth service and educational sector, produced 
considerable learning. The mentee, mentor and teacher experiences which have been captured in this 
study emphasise the care that needs to be taken both in terms of structural and procedural inputs if such 
hybrid mentoring programmes are to be successful.     
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A.1: Mentor and Teacher Interview Questions and Provisional Mentee Focus Group Questions 
 
Mentor Interview Questions Teacher Interview Questions Provisional Mentee Focus Group Questions 
Programme Mentoring Process Behaviour Process Impact MAP Secondary 
School 
Mentors 
What do you think 
the best thing about 
MAP programme is? 
What kind of 
characteristics do 
you think are 
important to have 
as a mentor? 
How did you find 
the peer support 
days? 
What do you think 
are the student’s 
main difficulties in 
school? 
 
What is your 
understanding of 
the work done in 
the MAP 
programme? 
What do you think 
the most positive 
thing about the 
MAP programme 
is? 
What were the 
best things about 
MAP? 
 





Tell me about 
your mentor? 
 
Are there any 
suggestions/changes 




What advice would 





How did you find 
managing MAP 
with your existing 
workload? 
 
What kind of 
behaviours would 
have been present 
prior to the MAP 
programme? 
 
Are you aware of 
the goals set for 
each child? 
 
Would have any 
concerns about the 
children involved 
in MAP moving on 
to secondary 
school? 
What were the 
worst things? 
 
What are you 
looking forward 
to/not looking 
forward to about 
secondary 
school? 
What was the 
best thing about 
your mentor? 
 
What kind of 
children do you 
think would benefit 
most from the MAP 
programme? 
 
  What changes in 
behaviour, if any, 
have you seen since 
the MAP 
programme began? 
How does MAP 
impact on your 
class schedule? 
 
What kind of 
children do you 
think would benefit 
most from MAP? 
 
Do you think you 
are any different 




How do you feel 
about your 




If you were 
picking mentors 
for next year 
what kind of 
people would you 
pick? 
Are there any other 
comments you 
would like to make 
about the MAP 
programme? 
   Do you have any 
suggestions or 
changes for the 
MAP programme? 
Has the MAP 
programme been a 
positive 
experience? 




Do you feel that you 
got to spend enough 
one to one time with 
the children? 
 
   Is there anything 
that could be done 
to make the 
programme more 
effective for you?  
 What would you 
tell someone in 
fifth class starting 
MAP next year? 
 
  
What kind of 
changes do you see 
in the children? 
What kind of 
changes did you 
expect to see? 
   Is there anything 
that could be done 
to improve the 
organisation or 
structure of the 
programme? 
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Appendix B 
 
B.1: Teacher Total Difficulties SDQ Mean and Standard Deviation 
 
Teacher Mean N Std. Deviation 
Total Difficulties Score Time 1 12.76 33 6.2 
Total Difficulties Score Time 2 12.45 33 7.08 
 
B.2: Paired Sample T-Test Result for Teacher Total Difficulties SDQ Scores 
 
 Paired Differences    
Teacher Mean Std. Deviation 95% Confidence Interval of the Difference t df Sig. (2-tailed) 
   Lower Upper    
Total Difficulties Score 
Time 1 -  Time 2 
.30 4.47 -1.28 1.89 .39 32 .70 
 
B.3: Parent Total Difficulties SDQ Mean and Standard Deviation 
 
Parent Mean N Std. Deviation 
Total Difficulties Score Time 1 11.85 20 6.98 
Total Difficulties Score Time 2 12.35 20 7.56 
 
B.4: Paired Sample T-Test Result for Parent Total Difficulties SDQ Scores 
 
 Paired Differences    
Parent Mean Std. Deviation 95% Confidence Interval of the Difference t df Sig. (2-tailed) 
   Lower Upper    
Total Difficulties Score 
Time 1 -  Time 2 
-.50 5.37 -3.01 2.01 -.42 19 .68 
 
 
